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THE EFFECT OF A CROSS-CULTURAL AND GLOBAL 
MINDSET COURSE ON CULTURAL INTELLIGENCE: A 
CASE STUDY IN THE TAIWANESE CONTEXT 
 
The study generalizes the concept of cultural intelligence as a key competency in the 
Taiwanese context due to Taipei's increasing status as an international city. Cultural intel-
ligence is a capability, which increases students' potential ability to interact with people 
belonging to other cultures effectively. The purpose of the study is to examine the effect 
of a cross-cultural and global mindset course which contained a mixture of history and 
cross-cultural theories on cultural intelligence as measured by the Cultural Intelligence 
survey. The data for the study have been collected from 70 undergraduate students in a 
private Chinese university in Taipei, Republic of Taiwan. Using a pre- and post-test de-
sign, using T-test, the study measures changes in the dimensions of the Cultural intelli-
gence survey in students' attitudes towards other cultures at the end of an 18-week (36 
hours) semester. The results revealed that there is a positive change in their cultural intel-
ligence survey responses in the posttest. Implications for improving the course offering 
and limitations of the study would also be discussed. 





Developing interculturally competent students at university level is, per-
haps, one of the most meaningful outcomes of internationalization efforts of any 
university. However, few universities address the development of interculturally 
competent students as an anticipated outcome of internationalization as meas-
ured through the concept of “intercultural competence”[10]. Terenzini and Up-
craft [39; P. 217] observed, “while assessing the purported outcomes of our ef-
forts with students is probably the most important assessment we do, it is seldom 
done, rarely done well, and when it is done, the results are seldom used effec-
tively”. Therefore, an important aim of this research is to, from a teaching point 
of view, how the effectiveness of this internationalization cross-cultural course 
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can be measured? And specifically, how do we know that these students were 
more interculturally competent students after undertaking the course?  
This paper details a research study conducted at a Taiwanese private uni-
versity in Taipei, Taiwan that examined the effect of a cross-cultural and global 
mindset course which contained a mixture of history and cross-cultural theories 
on cultural intelligence as measured by the Cultural Intelligence survey[3]. In 
this study, intercultural competence is defined as “knowledge of others; 
knowledge of self; skills to interpret and relate; skills to discover and/or to inter-
act; valuing others’ values, beliefs, and behaviors; and relativizing one’s self. 
Linguistic competence plays a key role”[7; P. 34]. Other components included: 
World knowledge, foreign language proficiency, cultural empathy, approval of 
foreign people and cultures, ability to practice one’s profession in an interna-





Intercultural competence (ICC) research  
Deardorff [10] sought to determine a definition and appropriate assess-
ment methods of intercultural competence as agreed on by a panel of interna-
tionally known intercultural scholars using the Delphi method. First of all, 
Deardorff [10] concluded that intercultural competence (ICC) was assessable 
and measurable. Secondly, it is best to use a mix of quantitative and qualitative 
methods to assess intercultural competence, including interviews, observation, 
and judgment by self and others. Thirdly, Deardorff [10] proposed two models 
of intercultural competence were presented based on the findings of the study. 
One of the models, the ‘Pyramid Model of Intercultural Competence’ [10] was 
used to teach this course.  
The course taught ICC using Deardorff’s Pyramid Model of Intercultural 
Competence (Figure 1). Starting with attitudes from an individual level, at this 
stage, students did not know each other very well but they were curious and 
open to new knowledge. The course was then taught through teaching 
knowledge of each continent’s history through a mixture of lecturing and inter-





Figure 1: Pyramid Model of Intercultural Competence [10] 
Deardorff [10] found a great variety of intercultural competence defini-
tions among intercultural scholars. These include:  
1. Ability to communicate effectively and appropriately in intercultural 
situations based on one’s intercultural knowledge, skills, and attitudes  
2. Ability to shift frame of reference appropriately and adapt behavior to 
cultural context; adaptability, expandability, and flexibility of one’s frame of 
reference/filter  
3. Ability to identify behaviors guided by culture and engage in new be-
haviors in other cultures even when behaviors are unfamiliar given a person’s 
own socialization  
4. Behaving appropriately and effectively in intercultural situations based 
on one’s knowledge, skills, and motivation  
5. Ability to achieve one’s goals to some degree through constructive in-
teraction in an intercultural context  
6. Good interpersonal skills exercised interculturally; the sending and re-
ceiving of messages that are accurate and appropriate  
7. Transformational process toward enlightened global citizenship that 
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involves intercultural adroitness (behavioral aspect focusing on communication 
skills), intercultural awareness (cognitive aspect of understanding cultural dif-
ferences), and intercultural sensitivity (focus on positive emotion toward cultural 
difference) 
Out of the seven definitions, what is being assumed is a person’s linguis-
tic ability to control the communicative process; to shift the frame of reference 
appropriately, to identify behaviors, to behave appropriately and effectively, to 
participate in interactions and to possess good interpersonal skills and so on. In a 
cross-cultural context of teaching an ICC course in Taiwan, both the teacher and 
the students’ language proficiency in Chinese and English become relevant. Stu-
dents in this course, however, were mostly monolingual in Mandarin Chinese 
with very limited linguistic and cultural proficiency in English. In order to pro-
vide a comprehensive course on intercultural competence in this context, the 
teacher, an Applied linguistic in English and Chinese, decided to bring her ex-
pertise to bear. For instance, when teaching students how to control the commu-
nicative process in English and Chinese, the way interlocutors take turns in Eng-
lish conversation in the USA, Australia and England and Chinese were 
explicated as knowledge to students. In order to develop students’ ability to shift 
the frame of reference, pragmatic concepts such as register in language use was 
taught along with Michael Halliday’s systemic view of language [19]. Students 
were introduced to the meta-functions of systemic functional language such as 
ideational meaning, interpersonal meaning and the textual meaning. This view of 
language is particularly relevant to Chinese speakers as the interpersonal mean-
ing of Chinese language was essential in determining the appropriateness with 
which what is realized in textual meaning when one speaks or writes to an inter-
locutor given the ‘vertical’ and hierarchical structure of Chinese society.  
To develop the ability to identify behaviors guided by culture and engage 
in new behaviors in other cultures, students were introduced to concepts such as 
kinesics, proxemics, and chronemics which were outlined in Hall’s seminal book 
“The Silent Language” [15]. The session ended with students and the lecturer 
collecting a range of behaviors in the Taiwanese culture associated with these 
three concepts. It is worth noting that in this study, Chinese culture was not 
viewed as a monolithic whole. Though ethnically Chinese, Taiwanese culture is 
complex and diverse even down to language use. The lecturer, being originally 
from Beijing, China, was extremely aware and respectful of such linguistic and 
cultural differences as these differences contributed, in part, to the building of a 
Taiwanese identity. Students were introduced to the conception of national cul-
tures which sees national cultures [20, 21] as well-defined entities that are ho-
mogeneous (no cultural variation within a country), stable over time and that can 
therefore be compared. This conception of culture still represents mainstream 
thinking in the field [23]. Students were introduced to Hofstede’s national cul-
 
tures website and used value dimensions of power distance, individualism, mas-
culinity, uncertainty avoidance, long term orientation, and indulgence. Unfortu-
nately, the data from China on which Hofstede’s model was based on had been 
called into question [29] 
Hofstede’s national cultures came under criticism from a number of re-
searchers. The main criticisms include the fact that such conception of culture is 
essentialist [11, 12, 33], homogeneous in spite of the diverse regions [30, 33, 
37], exclusive (a culture is categorized as collectivist or individualist and do not 
take the divergent subcultures and contexts [13, 32] nor interactions into account 
[34, 36].  
Instead of treating culture as stable, the socio-constructivist perspective 
on culture focuses on communication processes and situations, as well as the 
construction of social identities[24]. Originating from the field of sociology, the 
concept of socio-constructivism deals with how persons and groups, interacting 
in a social system create mental representations of each other’s actions that in 
turn influence the interaction [4]. This approach builds on the idea that cultures 
are dynamic, constantly evolving constructs that are produced and constructed in 
interaction and in a specific context. Cultures then are not given or determined in 
advance, but “come into existence in relation to and in contrast with other cul-
tural communities” [36, P. 112]. 
In a multinational context, language use and language proficiency should 
not be seen as a minor managerial issue[42]. Many companies chose English as 
a business lingua franca [27] . Studies that have analysed the role of language in 
internal communication in the global context [27] have shown that foreign lan-
guage is actually the main source of communication problems. Study by Ly [28] 
found that one had to be careful that the concept of ‘culture’ is not used as an 
excuse or alibi and in fact, in a horizontal collaborative process (where collabo-
rators from both cultures are of equal status in terms of expertise), other varia-
bles such as lack of internal procedure or the linguistic proficiency in English or 
another common language of the collaborators might account for the misunder-
standing between participants. This course was taught to a group of undergradu-
ate students before they entered an international workforce. Therefore, many of 
the linguistic insights and the lecturer’s own cultural incidents were presented as 
‘knowledge’ or anecdotes and not any sort of evidence.  
Deardorff [10] proposed that in measuring intercultural competence, it is 
important first to determine who is engaged in the actual measurement (includ-
ing identifying their cultural biases), who is the locus of evaluation, in what con-
text, for what purpose, to what benefit, the time frame involved (e.g., ongoing 
assessment), the level of cooperation, and the level of abstraction. In this study, 
the lecturer involved in measuring ICC was an Australian expatriate who spent 
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most of her career (over 30 years) in tertiary institutions in Australia. Though 
she is ethnically Chinese, she is completely bilingual and bicultural having com-
pleted her Ph.D in English in the field of Education and Applied Linguistics, 
specializing in acoustic phonetics. Having escaped her homeland some forty 
years ago and undertaken her higher education in English only, her cultural bias-
es might have been more Western than that of a Chinese. This was particularly 
evident through the number of cultural incidents she encountered when she took 
up the position of an assistant professor in the Chinese Culture University in 
Taipei, Taiwan, 5 years ago. By the time she came to run this study, she was 
very aware of a very traditional Chinese Confucian context that she operated in. 
The course was taught in Chinese using a recently published book by French 
authors Jean-Christophe Victor、Virginie Raisson、Frank Tetart: The world, 
what does the future world look like? (translated into Chinese). For this course, 
the purpose of the study was to evaluate whether the desired external outcome in 
Deardorff’s Pyramid Model for Intercultural Competence can be achieved.  
Analysis of narrative diaries, self-report instruments, other-report instru-
ments, triangulation (multiple methods), and a bottom-up approach involving 
such techniques as focus groups, dialogues, workshops, student pa-
per/presentation, student interviews, professor evaluation, student portfolios, 
observation, pre-/posttest, custom/Adapted self-report instrument and commer-
cial self-report instrument received 95% acceptance among administrators and 
intercultural scholars in Deardorff’s study through the Delphi method [10 
#3484]. The present class consisted of 111 students. The management of 111 
students limited the kind of assessment methods used. To assess the outcome of 
the course, student learning was assessed through a multiple choice question 
test, weekly homework, attendance and final course presentation. The multiple 
choice test was administered during mid semester and assessed historical 
knowledge covered in the first 9 weeks of the semester. Homework and attend-
ance marks were collected throughout the semester. The final course presenta-
tion mark was allocated on a collaborative project involving 5-6 class members. 
To measure ICC improvement, a pre-/posttest design was adopted using the self-
report instrument called Cultural Intelligence Survey (CQS). Qualitative data of 
a small focus group interview was also collected.  
Intercultural Competence(ICC) research in the Chinese context 
In the pioneering work Edward T. Hall and his colleagues did in the field 
of intercultural communication in Japan, Hall stressed that interaction with peo-
ple from different cultures involved more than the mere exchange of words. 
Therefore, being able to speak English well was no guarantee for avoiding cul-
tural misunderstandings. Cultural systems of beliefs, values, and worldviews 
were also involved. Furthermore, many English words lacked an equivalent in 
 
Japanese or in Chinese and vice versa. For instance, the Chinese word ‘qing2 
(情)’ lacked an equivalent in English and yet it is a word that is extensively used 
in Chinese culture in a variety of contexts (人情，友情，愛情，感情，心情) 
[5, 35]. Hall’s work and subsequent work of Japanese scholars and language 
educators also directed the attention of Chinese scholars and language educators 
to nonverbal aspects of Chinese interpersonal and intercultural communication 
[8, 43, 44].  
Hall’s theoretical perspective, particularly high-context and low-context 
communication, facilitated the exploration of Chinese cultural concepts as they 
relate to interpersonal and intercultural communication  [38, 41]. In the lectur-
er’s own experience of transitioning from a workplace in a relatively low context 
country such as Australia to Taiwan, a relatively high context country, power 
distance and background issues realized through high context indirect language 
use and inconsistent thought pattern seemed to be the reasons for many cultural 
misunderstandings. However, power and privilege issues especially in hierar-
chical relationships in workplaces in intercultural communication in Chinese 
society is still under researched [29]. This was also the reason why the lecturer 
decided to include Hall, Hofstede and Trompenaars’ theories of cultural dimen-
sions in the curriculum.  
Global Mindset and Cultural Intelligence  
Bücker and Poutsma [6] contend that global mindset and cultural intelli-
gence have been treated as more or less similar concepts and there appeared to 
show major overlap. However, cultural intelligence is a useful construct when 
investigating intercultural interactions that may be marked by high cultural com-
plexity, but that the concept does not incorporate business complexity to a sig-
nificant degree[1]. Since the sample of participants in this study were university 
students rather than business managers, Cultural intelligence (CQ) had been 
chosen to measure intercultural competency.  
As conceptualized by Ang, Van Dyne and Koh [2], CQ is a construct 
with four dimensions: metacognitive, cognitive, motivational, and behavioral. 
Metacognitive CQ is the person’s cultural consciousness and awareness of cul-
tural cues during interactions with people from other cultural backgrounds. Peo-
ple with metacognitive CQ consciously question their own cultural assumptions, 
reflect on these assumptions, and then develop cultural knowledge and skills 
during interactions with people from other cultures [2]. Cognitive CQ is a com-
petence based on the knowledge of norms, practices, and conventions used in 
different cultural settings, acquired through education and personal experience 
[2]. Motivational CQ represents a capability to direct attention and energy to-
ward learning about and functioning in situations characterized by cultural dif-
ferences. People with high motivational CQ have an intrinsic interest in cross-
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cultural situations and are confident of their personal cross-cultural effectiveness 
[2]. A high score on the motivational CQ dimension also reflects a high level of 
self-efficacy. Finally, behavioral CQ refers to the capability to exhibit appropri-
ate verbal and nonverbal behavior when interacting with people from different 
cultures [2]. People with high behavioral CQ behave appropriately in cross-





Data for this study was obtained from a Cultural Intelligence Questions 
(CQS) online survey filled in by 70 undergraduate students in a private universi-
ty in Taipei, Taiwan. Out of 111 students in the course, only data from students 
who filled in both pre and posttests were reported here. The descriptive charac-
teristics in Table 1 show that the sample consists of 58.57 percent female re-
spondents and 41.43 percent male respondents. 84.29% of the respondents be-
longed to the 18-29 years old group, with 8.57% and 7.14% of respondents 
belonging to the 30-44 and 45-60 years old groups respectively. Many of the 
matured age students were studying at the university in order to improve them-
selves as they lacked opportunities when they were younger due to career or 
family reasons. Most of these students were also women. Most important of all, 
they would not get a pay rise or promotion when they finish their degrees. So 
their motivation was totally integrative [14]. 
In terms of frequency of contact with people from different cultures, in 
the pretest surveys, 56.14 percent of students seldom had contacts with foreign-
ers; 28.57 percent occasionally had contact, 8.57% had contact with foreigners 
often and 5.71 percent had contact with foreigners all the time. In the posttest 
surveys, the percentage for seldom having contact went down to 44.29 percent, 
the figure for occasionally having contact went up to 41.43 percent, others re-
mained the same. This significant increase in occasional contact (rising from 
28.57 percent to 41.43 percent) could be due to the fact the content of the course 
caused them to be less shy and more confident dealing with foreigners to the 
extent that they sought out cross-cultural encounters with foreigners deliberately. 
This point was brought up with the students during the focus group interview. 
Furthermore, 60 percent of the respondents have completed High School 
or vocational education, 37.14 percent a Bachelor degree, and 2.86 percent is 
pursuing a Master degree. In terms of the degrees they were doing, 72.90 percent 
(n=51) were first and second year students undertaking this unit as a compulsory 
unit but had yet chosen a degree to major in. The rest of the student body was 
divided between Advertising (n=4), Digital Media (n=2), Fashion (n=1), Finance 
(n=2), Information Management(n=1), International Business (n=6) and Tourism 
 
(n=3). First year students constituted 70 percent; second year students constitut-
ed 14.3 percent; third year students constituted 7.1percent and Fourth year stu-
dents constituted 8.6 percent.  
In terms of time spent abroad before attending the course, 78.6 percent 
have spent less than 3 months, 5.7 percent have spent between 3-6 months, 5.7 
percent have spent between 1-3 years, 7.1 percent between 3-5 years, and 2.9 
percent more than 5 years abroad.  
Table 1: Sample characteristics: 
Independent Variables Frequency Percent 
Gender (male/female) 41/29 58.57/41.43 
Age groups 
18-29 years old 59 84.29 
30-44 years old 6 8.57 
45-60 years old 5 7.14 
>60 years old 0 0.00 
Total 70 100.00 
1.Pre-test: How often do you have contacts with people from different cultures? 
Contact frequency categories Frequency Percent 
Seldom 40 57.14 
Occasionally 20 28.57 
Often 6 8.57 
All the time 4 5.71 
Total 70 100 
2.Post-test: How often do you have contacts with people from different cultures? 
Contact frequency categories  Frequency Percent 
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Seldom 31 44.29 
Occasionally 29 41.43 
Often 6 8.57 
All The Time 4 5.71 
Total 70 100.00 
3.What is your highest education level? 
Education level  Frequency Percent 
High School/Vocational School level 42 60.00 
Bachelor 26 37.14 
Master 2 2.86 
Total 70 100.00 
4.What degree are you currently doing? 
Degrees Frequency percent 
Advertising 4 5.7 
Digital Media 2 2.9 
Fashion 1 1.4 
Finance 2 2.9 
Information science 1 1.4 
International business 6 8.6 
Have not yet chosen a degree 51 72.9 
Tourism 3 4.3 
Total 70 100.0 
 
5.Year levels of students 
Year Levels Frequency Percent 
First year (have not cho-
sen a degree) 
49 70.0 
Second year 10 14.3 
Third year 5 7.1 
Fourth year 6 8.6 
Total 70 100.0 
6. Total Time Spent overseas before attending the course 
Length of time categories Frequency Percent 
<3 months 55 78.6 
3-6 months 4 5.7 
1-3 years 4 5.7 
3-5 years 5 7.1 
>5 years 2 2.9 
Total 70 100.0 
This cohort of students averaged 24.44 years of age. They were mostly 
millennials or the Strawberry generation [9] with a few mature students mixed 
in. Further, the degrees they were undertaking all had this course as a compulso-
ry unit and they all worked during the day and attended their degrees from 6-11 
pm at nights during the week. This course was run from 8.50 to 10.25pm. total-
ing 1.30 hours per session. The course was called ‘Global mindset and multicul-
turalism’. This course was taught from September 2019 till 10th of January, 
2020. 
The content of the course concerned the geographical environment, rela-
tionships that coexisted and developed within that environment and intercultural 
competency concepts. The course started with nine weeks on how the world map 
was constructed as a result of the first and second world wars. In the second half 
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of the semester, the teaching turned to a number of ICC theories and concepts 
such as Hall’s intercultural communication theory [16, 17, 18], Lewis’ [25, 26] 
theory on national culture, Hofstede’s cultural dimensions [22] and Trompenaars 
and Hampden-Turner [40] extension on Hofstede’s cultural dimensions. In the 
last few weeks, students were also given case studies and cross cultural assimila-
tors for discussion with a final presentation of a movie related to a period of his-
tory covered within the course. The class consisted of over 111 students (only 
with 70 students who filled in both pretest and posttest CQS surveys) and there-
fore other more collaborative and interactive forms of learning could not take 
place due to difficulty of managing such activities by one lecturer.  
Given most of the students were millennials, the teaching style had to be 
interactive. So apart from lecturing, interactive exercises using an online e-
learning platform called Zuvio school, were completed by students during or 
before class on their mobile phones which were, for the majority, the only im-
plements they brought to class. Over the course of 18 weeks, ten such interactive 
exercises were administered and completed. Each exercise concerned the topic 
for the week.  
Questionnaire design and measures 
The survey instrument consisted of two parts. To assess CQ, the second 
part contains Ang et al.’s CQS [2]. The first part of the instrument featured de-
mographic items: gender (female, male); age groups (between 18 and 29, be-
tween 30 and 44, between 45 and 60, and more than 60 years old); education 
level (High School/vocational education, Bachelor, and Master/MBA); time 
spent abroad which uses six categories (less than 3 months, 3–6 months, 6–12 
months, 1–3 years, 3–5 years, and more than 5 years); and contact frequency, 
using the categories “seldom,” “occasionally,” “often,” and “all the time.” The 
CQS consists of 20 items, covering the four dimensions of CQ: 4 metacognitive 
CQ items, 6 cognitive CQ items, 5 motivational CQ items, and 5 behavioral CQ 
items. The CQS, developed by Ang et al. [2], appears in Table 2. All CQS items 
were measured on the 5-point Likert-type scales, ranging from 1(strongly disa-
gree) to 5 (strongly agree). 
Data analysis 
First, an assessment of scale reliability using Cronbach’s α values was 
conducted for both pre and posttest CQS. α values greater than or equal to 0.70 
suggest acceptable reliability [31]. The purpose of this research is to find out 
what demographic variables seem to influence the survey responses and whether 
there are any statistically significant changes in students’ survey responses for 
CQS items. Due to group sizes (see Table 1) being considerably different and 
the data collected not being normally distributed, nonparametric tests for 2 inde-
pendent samples had been used to assess the effect of ‘Gender’ on survey re-
sponses. The same has also been used to assess whether ‘gender’ affected stu-
 
dent performance for the midterm test, attendance and homework. To ascertain 
whether there were significant differences in the means for two paired items 
(pre-test and posttest items), the following hypothesis had been proposed: after 
an eighteen week (1.5hours per week) teaching intervention, students’ posttest 
survey responses for all items would be higher or significantly higher than their 
pretest responses for the same items. 
H0: ꭒ1=ꭒ2 (No significant difference) 
H1: ꭒ1≠ꭒ2 (there is a significant difference) 
Where ꭒ1=mean of an item for the pre-test surveys 
ꭒ2=mean of an item for the posttest surveys. 
For variables with three or more groups, i.e. age-group, highest educa-
tional level, year level, total time spent abroad before course and frequency of 
contact with foreigners, nonparametric tests for K independent samples had been 
used to examine their effect on pre and posttest survey responses. 
 
RESULTS 
Reliability data of items in the pre and posttest CQS surveys 
Table 2: Reliability data of items in the pre and post-test CQS surveys 
Groups of strategies and items  
 
Pre-test surveys Post-test surveys 
(1) Motivation strategies Cronbachα=.881 Cronbachα=.83 
Mean SD Mean SD 
3.74 0.70 3.76 0.77 
1. I enjoy interacting with 
people from different cultures. 
3.97 0.74 3.94 0.78 
2. I am confident that I can 
socialize with locals in a cul-
ture that is unfamiliar to me. 
3.73 0.68 3.73 0.80 
3. I am sure I can deal with the 
stresses of adjusting to a cul-
ture that is new to me. 
3.84 0.65 3.79 0.68 
4. I enjoy living in cultures 
that are unfamiliar to me. 
3.34 0.78 3.5 0.88 
5. I am confident that I can get 
accustomed to the shopping 
conditions in a different cul-
3.81 0.67 3.84 0.72 
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ture. 
(2)Cognitive Strategies Cronbachα=.85 Cronbachα= 0.91 
Mean SD Mean SD 
3.09 0.78 3.23 0.85 
6. I know the legal and eco-
nomic systems of other coun-
tries. 
3.01 0.77 3.01 0.83 
7. I know the rules (e.g. vo-
cabulary, grammar) of other 
languages. 
2.84 0.94 2.96 0.96 
8. I know the cultural values 
and religious beliefs of other 
cultures. 
3.39 0.73 3.31 0.91 
9. I know the marriage sys-
tems of other cultures. 
3.17 0.74 3.37 0.85 
10. I know the arts and crafts 
of other cultures. 
3.21 0.78 3.39 0.77 
11. I know the rules for ex-
pressing non-verbal behaviors 
in other cultures. 
2.9 0.73 3.31 0.77 
(3)Metacognitive strategies Cronbachα=.80 Cronbach α=.84 
Mean SD Mean SD 
3.75 0.68 3.89 0.66 
12. I am conscious of the 
cultural knowledge I use when 
interacting with people with 
different cultural backgrounds. 
3.69 0.71 3.8 0.69 
13. I adjust my cultural 
knowledge as I interact with 
people from a culture that is 
3.93 0.64 4.01 0.60 
 
unfamiliar to me. 
14. I am conscious of the 
cultural knowledge I apply to 
cross-cultural interactions. 
3.56 0.73 3.76 0.67 
15. I check the accuracy of my 
cultural knowledge as I inter-
act with people from different 
cultures. 
3.8 0.65 3.99 0.67 
(4)Behavioral strategies Cronbachα=.68 Cronbachα=.82 




16. I change my verbal behav-
ior (e.g. accent, tone) when a 
cross-cultural interaction 
requires it. 
3.44 0.91 3.76 0.75 
17. I use pause and silence 
differently to suit different 
cross-cultural situations. 
3.43 0.77 3.63 0.80 
18. I vary the rate of my 
speaking when a cross-cultural 
situation requires it. 
3.8 0.63 4.09 0.65 
19. I change my non-verbal 
behavior when a cross-cultural 
situation requires it. 
3.77 0.62 3.93 0.80 
20. I alter my facial expres-
sions when a cross-cultural 
interaction requires it. 
3.87 0.54 4.01 0.71 
According to Table 2, the Cronbach’s alpha for each of the four CQS di-
mensions was first computed for the pre-test surveys and then for the posttest 
surveys. Most of the Cronbach’s alpha coefficients for the pre-test surveys were 
satisfactory, ranging from .80 for metacognitive CQ (MC), .85 for cognitive 
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strategies CQ (COG) and .88 for: motivational strategies CQ (MOT). Only the 
Cronbach’s Alpha coefficient for Behavioral strategies CQ (BEH) was .68, 
slightly below the acceptable level of .70 [31].  
The Cronbach’s alpha for each of the four CQS dimensions was comput-
ed for the posttest surveys. The Cronbach’s alpha coefficients for the posttest 
surveys were satisfactory, ranging from .84 for metacognitive CQ (MC), .91 for 
cognitive strategies CQ (COG), .83 for: motivational strategies CQ (MOT), and  
.82 for Behavioral strategies CQ (BEH).   
Two related samples test results on pre and posttest survey responses 
Because the data was collected on an ordinal scale, a Wilcoxon Signed-
Ranks Test was run on the pre and posttest survey scores and the output indicat-
ed that post-test scores were statistically significant higher than the pre-test 
scores for item 11: ‘I know the rules for expressing non-verbal behaviors in oth-
er cultures.’, Z=-3.510, p=.000, with sum of ranks (130.50-572.50); for item 15: 
‘I check the accuracy of my cultural knowledge as I interact with people from 
different cultures.’, Z=-2.180, p=0.029 with sum of ranks (97.00-254.00); for 
item 16: ‘I change my verbal behavior (e.g. accent, tone) when a cross-cultural 
interaction requires it.’, Z=-2.757, p=0.006 with sum of ranks (123.50-404.50); 
item 17: ‘I use pause and silence differently to suit different cross-cultural situa-
tions.’, Z=-1.964, p=0.050 with sum of ranks (156.00-340.00); for item 18: ‘I 
vary the rate of my speaking when a cross-cultural situation requires it.’, Z=-
3.430, p=0.001 with sum of ranks (93.00-403.00).  
Effect of other variables on survey responses 
Variable: Gender 
To assess the effect of ‘Gender’ on respondents’ responses before and af-
ter teaching, a Mann-Whitney test for non-parametric data was used. The data 
showed that the only statistically significant difference in the mean ranks be-
tween female and male students related to survey item 4: I enjoy living in cul-
tures that are unfamiliar to me, with Z=2.208, p=0.027, mean rank for females is 
31.35; for males is 41.36. For the posttest survey responses, for the same item, 
Z=-2.158. p=0.031, mean rank for females is 31.43 and males is 41.28. No sig-
nificant differences in the mean ranks of responses for all other items were 
found between female and male students. 
To assess the effect of gender on dependent variables such as the mid-
term test mark, homework mark, and attendance mark, a Mann-Whitney test was 
carried out for each variable with a near significant result yielded only for the 
independent variable ‘attendance mark’ with Z=-1.703, p=0.088, mean rank for 
females is 38.00 and for males is 31.97. 
Pearson correlation between mid-term test, homework, attendance 
marks and age 










How old are 
you?  
mid term test mark Pearson Correlation 1 .280* -.046 .211 
Sig. (2-tailed) 
 
.019 .706 .080 
N 70 70 70 70 
homework mark Pearson Correlation .280* 1 .308** .320** 
Sig. (2-tailed) .019 
 
.010 .007 
N 70 70 70 70 
attendance mark Pearson Correlation -.046 .308** 1 .049 
Sig. (2-tailed) .706 .010 
 
.687 
N 70 70 70 70 
How old are you?  Pearson Correlation .211 .320** .049 1 
Sig. (2-tailed) .080 .007 .687 
 
N 70 70 70 70 
*. Correlation is significant at the 0.05 level (2-tailed). 
**. Correlation is significant at the 0.01 level (2-tailed). 
As demonstrated by Table 3, there is a significant correlation at p=0.05 
level between homework and mid-term test marks with a .280 correlation, 
p=0.019; and between homework and attendance mark at p=0.01 level with a 
.308 correlation, p=0.010 level; and between age and homework at p=0.007 lev-
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el with a .320 correlation. This suggests that to perform well in this class, it 
would have been essential to attend the weekly lectures and complete homework 
tasks. Secondly, the older the students the more homework they completed.  
Variable: Age-groups and pre and posttest survey responses 
For the independent variable ‘age group’ is concerned, in the pretest, with 
item 16: ‘I change my verbal behavior (e.g. accent, tone) when a cross-cultural 
interaction requires it.’ a significant difference was found between groups of 
students as demonstrated by a Kruskal-Wallis H test, X2=7.230, p= .027 with a 
mean rank survey score of 33.36 for 18-29 year old students; 38.83 for 30-44 
year old students and 56.80 for 45-60 year old students.  
 
Figure 2: Pretest item 16’s pairwise comparison with age groups 
Pairwise comparison for age groups (Figure 2) for this item indicates that 
the significant difference is contributed by students in the 45-60 year old group 
when compared to students in the 18-29 year old group. 
In the posttest, with item 3: ‘I am sure I can deal with the stresses of ad-
justing to a culture that is new to me.’ a significant difference was found be-
tween groups of students as demonstrated by a Kruskal-Wallis H test, 
X2=9.976, p= .007 with a mean rank survey score of 35.67 for 18-29 year old 




Figure 3: Posttest item 3’s pairwise comparison with age groups 
 
Pairwise comparison for age groups (Figure 3) for this item indicates that 
the significant difference is contributed by students in the 45-60 year old group 
when compared to students in the 30-44 year old group.  
For item 4: ‘I enjoy living in cultures that are unfamiliar to me.’, a signif-
icant difference was found between groups of students as demonstrated by a 
Kruskal-Wallis H test, X2=9.284, p= .010 with a mean rank survey score of 
35.15 for 18-29 year old students; 53.00 for 30-44 year old students and 18.60 
for 45-60 year old students. 
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Figure 4: Posttest item 4’s pairwise comparison with age groups 
Pairwise comparison for age groups (Figure 4) for this item indicates that 
the significant difference is contributed by students in the 30-44 year old group 
when compared to students in the 45-60 year old group.  
Variable: Year Level and pre-test and posttest survey responses 
For the independent variable ‘year level’, in the pretest, with item 5: ‘I 
am confident that I can get accustomed to the shopping conditions in a different 
culture.’ a significant difference was found between year levels as demonstrated 
by a Kruskal-Wallis H test, p= .043 with a mean a mean rank survey score of 
38.05 for first year students 18-29 year old students; 17.50 for third year stu-
dents and 41.50 for fourth year students. 
 
 
Figure 5: Pre-test item 5’s pairwise comparison with year level 
 
Pairwise comparison for age groups (Figure 5) for this item indicates that the sig-
nificant difference is contributed by students in the Third year students compared with 
first year students’ and third year students compared to students in the fourth year.  
For the independent variable ‘year level’, in the pretest, with item 15: ‘I check the 
accuracy of my cultural knowledge as I interact with people from different cultures.’ a 
significant difference was found between year levels as demonstrated by a Kruskal-
Wallis H test, p= .008 with a mean a mean rank survey score of 36.96 for first year stu-
dents; 19.20 for second year students, 46.60 for third year students and 41.50 for fourth 
year students. 
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Pairwise comparison for year level (Figure 6) for this item indicates that the sig-
nificant differences are contributed by students in the second year students compared with 
first year students, second year students compared to students in the fourth year and sec-
ond year students compared to third year students.  
 
Figure 6: Pre-test item 15’s pairwise comparison with year level 
Variable: Highest educational Level and pre-test and posttest survey 
responses 
For the independent variable ‘highest educational level’, in the posttest, 
with item 14: ‘I am conscious of the cultural knowledge I apply to cross-cultural 
interactions.’ a significant difference was found between different educational 
levels as demonstrated by a Kruskal-Wallis H test, p= .009 with a mean a mean 
rank survey score of 31.79 for students with high school certificates; 39.12 for 
students with Bachelor degrees, 66.50 for students with master degrees. 
 
 
Figure 7: Post-test item 8’s pairwise comparison with educational level 
 
Pairwise comparison for age groups (Figure 7) for this item indicates that 
the significant differences are contributed by students with high school certifi-
cates compared with students with Master degrees. Students with Master degrees 
scored considerably higher than students with High school qualifications.  
For the independent variable ‘highest educational level’, in the posttest, 
with item 8: ‘I know the cultural values and religious beliefs of other cultures.’ a 
significant difference was found between different educational levels as demon-
strated by a Kruskal-Wallis H test, p= .004 with a mean a mean rank survey 
score of 30.32 for students with high school certificates; 41.37 for students with 
Bachelor degrees, 68.00 for students with master degrees. 
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Figure 8: Post-test item 8’s pairwise comparison with educational level 
 
Pairwise comparison for age groups (Figure 8) for this item indicates that the 
significant differences are contributed by students with high school certificates 
(mean rank: 30.32) compared with students with Master degrees (mean 
rank=68.00). Students with Master degrees scored considerably higher than stu-
dents with High school qualifications.  
For the independent variable ‘highest educational level’, in the posttest, with 
item 9: ‘I know the marriage systems of other cultures.’ a significant difference 
was found between different educational levels as demonstrated by a Kruskal-
Wallis H test, p= .046 with a mean a mean rank survey score of 31.90 for stu-
dents with high school certificates; 39.38 for students with Bachelor degrees, 




Figure 9: Post-test item 9’s pairwise comparison with educational level 
 
Pairwise comparison for age groups (Figure 9) for this item indicates that 
the significant differences are contributed by students with high school certifi-
cates (mean rank: 31.90) compared with students with Master degrees (mean 
rank=60.50. Students with Master degrees scored considerably higher than stu-
dents with High school qualifications.  
For the independent variable ‘highest educational level’, in the posttest, 
with item 14: ‘I am conscious of the cultural knowledge I apply to cross-cultural 
interactions.’ a significant difference was found between different educational 
levels as demonstrated by a Kruskal-Wallis H test, p= .014 with a mean a mean 
rank survey score of 31.79 for students with high school certificates; 39.12 for 
students with Bachelor degrees, 66.50 for students with Master degrees. 
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Figure 10: Post-test item 14’s pairwise comparison with educational level 
 
Pairwise comparison for age groups (Figure 10) for this item indicates 
that the significant differences are contributed by students with high school cer-
tificates (mean rank: 31.79) compared with students with Master degrees (mean 
rank=66.50. Students with Master degrees scored considerably higher than stu-
dents with High school qualifications.  
Total time spent abroad before the course and the pretest survey re-
sponse 
For the independent variable ‘total time spent abroad before the course’, 
in the pre-test, with item 7: ‘I am conscious of the cultural knowledge I apply to 
cross-cultural interactions.’ a significant difference was found between different 
periods of time spent overseas as demonstrated by a Kruskal-Wallis H test, p= 
.017 with a mean a mean rank survey score of 32.04 for students who had trav-
elled overseas less than 3 months; 58.00 for students who had travelled overseas 
 
between 3-6 months; 45.10 for students who had lived overseas 3-5 years and 
27.50 for students who had lived overseas more than 5 years.  
 
Figure 11: Pre-test item 7’s pairwise comparison with total time spent abroad before the course 
Pairwise comparison for the variable ‘total time spent overseas before the 
course’ (Figure 11) for this item indicates that the significant differences are 
contributed by students who lived overseas between 1-3 years compared to stu-
dents who lived overseas for only 3 months. Furthermore, students who had 
lived overseas between 3-6 months had a higher mean rank than students who 
had lived overseas only for 3 months. 
For the independent variable ‘total time spent abroad before the course’, 
in the pre-test, with item 12: ‘I am conscious of the cultural knowledge I use 
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when interacting with people with different cultural backgrounds.’ a significant 
difference was found between different periods of time spent overseas as 
demonstrated by a Kruskal-Wallis H test, p= .046 with a mean a mean rank sur-
vey score of 32.88 for students who had travelled overseas less than 3 months; 
56.00 for students who had travelled overseas between 3-6 months; 30.50 for 
students who had lived overseas 1-3 years, 43.70 for students who had lived 
overseas 3-5 years and 56.00 for students who had lived overseas more than 5 
years.  
 
Figure 12: Pre-test item 12’s pairwise comparison with total time spent abroad before the course 
Pairwise comparison for the variable ‘total time spent overseas before the course’ 
(Figure 12) for this item indicates that the significant differences are contributed by students 
who had lived overseas between 3-6 months (mean rank=56.00) had a higher mean rank than 
students who had lived overseas only for 3 months (mean rank=32.88). 
For the independent variable ‘total time spent abroad before the course’, in the post-
test, with item 19: ‘I change my non-verbal behavior when a cross-cultural situation requires 
 
it.’ a significant difference was found between different periods of time spent overseas as 
demonstrated by a Kruskal-Wallis H test, p= .010 with a mean a mean rank survey score of 
35.25 for students who had travelled overseas less than 3 months; 49.25 for students who had 
travelled overseas between 3-6 months; 11 for students who had lived overseas 1-3 years, 
36.00 for students who had lived overseas 3-5 years and 62.50 for students who had lived 
overseas more than 5 years.  
 
Figure 13: Post-test item 19’s pairwise comparison with total time spent abroad before the course 
Pairwise comparison for the variable ‘total time spent overseas before the course’ 
(Figure 13) for this item indicates that the significant differences are contributed by stu-
dents who had lived overseas between 3-6 months (mean rank=49.25) had a higher mean 
rank than students who had lived overseas for 1-3 years (mean rank=11.00). Furthermore, 
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students who had lived overseas more than 5 years (mean rank=62.50) had a higher mean 
rank than students who had lived overseas for 1-3 years (mean rank=11.00). 
Frequency of contacts before the course and the pre-survey responses 
For the independent variable ‘frequency of contact with foreigners’, in the pre-
test, with item 7: ‘I know the rules (e.g. vocabulary, grammar) of other languages.’ a 
significant difference was found between different periods of time spent overseas as 
demonstrated by a Kruskal-Wallis H test, p= .003 with a mean a mean rank survey score 
of 2 for students who seldom have contacts with foreigners; 3 for students who occasion-
ally have contact with foreigners; 4 for students who often have contacts with foreigners; 
3.00 for students who have contacts with foreigners on a daily basis. 
 
Figure 14: Pre-test item 7’s pairwise comparison with frequency of contact 
Pairwise comparison for the variable ‘frequency of contact with foreign-
ers’ (Figure 14) for this item indicates that the significant differences are con-
tributed by students who had occasionally (mean rank=3) and often (mean 
rank=4) had contact with foreigners compared to students who seldom (mean 
 
rank 2) had contacts with foreigners. Furthermore, there is also a statistical dif-
ference between students who ‘often’ had (mean rank 4) and ‘all the time’ had 
contacts with foreigners (mean rank=3).  
For the independent variable ‘frequency of contact with foreigners’, in 
the pre-test, with item 15: ‘I check the accuracy of my cultural knowledge as I 
interact with people from different cultures.’ a significant difference was found 
between different periods of time spent overseas as demonstrated by a Kruskal-
Wallis H test, p= .040 with a mean a mean rank survey score of 4 for students 
who seldom have contacts with foreigners; 4 for students who occasionally have 
contact with foreigners; 4 for students who often have contacts with foreigners; 
4.5 for students who have contacts with foreigners on a daily basis. 
 
 
Figure 15: Pre-test item 15’s pairwise comparison with frequency of contact 
Pairwise comparison for the variable ‘frequency of contact with foreign-
ers’ (Figure 15) for this item indicates that the significant differences are con-
tributed by students who had daily contact with foreigners (mean rank=4.5) 
compared to students who seldom (mean rank =4) had contacts with foreigners. 
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Furthermore, there is also a statistical difference between students who had daily 
contact with foreigners (mean rank=4.5) compared to students who ‘occasional-
ly’ had contacts with foreigners (mean rank 4).  
 
Variables of frequency of contacts, Age group, year level, educational 
level, total time spent abroad before the course on mid-term test mark, 
homework mark, and attendance mark 
To calculate the effect of frequency of contacts, Age group, year level, 
educational level, total time spent abroad before the course on the mid-term test, 
homework and attendance marks, one way ANOVA was conducted. There was a 
statistically significant difference between age groups as demonstrated by one-
way ANOVA (F(2,67) = 3.95, p= .024). A Tukey post hoc test showed that the 
45-60 year old group was achieved a statistically significantly higher mark in 
homework than the 18-29 age group (p= .024). There was no statistically signifi-
cant difference between the 18-29 and 30-44 age groups (p= .175) or between 
the 30-44 and 45-60 age groups (p = .878). 
There was a statistically significant difference between year level as 
demonstrated by one-way ANOVA (F(2,67) = 4.12, p= .010). A Tukey post hoc 
test showed that the first year students (Mean=94.98) attended statistically sig-
nificantly more classes than the fourth year students (Mean=66.67, p= .007); 
second students (Mean=93.85) attended statistically significantly more classes 
than the fourth year students. (Mean=66.67, p= .043); There was no statistically 
significant difference attendance levels between other year levels. No significant 
differences between groups for the variables frequency of contacts, educational 
level and total time spent abroad before the course.  
 
CONCLUSION AND DISCUSSION 
An important aim of this research is to, from a teaching point of view, 
how the effectiveness of this international cross-cultural course can be measured. 
Looking at the results, the use of CQS successfully elicited statistically signifi-
cant gains, as perceived by students, in the posttest surveys in cognitive strategy 
items (item 11), meta-cognitive strategies (items 15, 16) and behavioral strate-
gies (items 17 and 18). Thus achieving the desired external outcome of 
Deardorff’s Pyramid model of Intercultural Competence which is ‘Behaving and 
communicative effectively and appropriately (based on one’s intercultural 
knowledge, skills and attitudes) to achieve one’s goals to some degree.’ It re-
mains to be seen whether this perceived change in attitudes and behaviors would 
manifest in real cross-cultural endeavors. Such an endeavor would require fur-
ther longitudinal study and is out of scope of this study.  
This study also revealed that ‘homework’ and ‘attendance’ were correlat-
ed at a significant level. Given the interactive nature of some of the activities in 
 
class, many linguistic and cultural insights from the lecturer’s extensive experi-
ence with multiple cultures were shared during face-to-face contact. No doubt, 
such discussion exerted influence in students’ thinking on intercultural issues 
and affected their motivation for completing homework.  
One thing that stood out from conducting this research was the fact many 
misunderstandings created were mostly language oriented misunderstandings. 
Inevitably, students realized that when confronted with people from different 
cultures, paying attention to how one uses one’s verbal language and non-verbal 
language are essential in reducing misunderstanding. Thus this realization could 
have contributed to the behavioral changes such as changing the rate of speaking 
and so on.  
In the course of teaching, the lecturer also brought her expertise in Chi-
nese pragmatics into the teaching whenever was appropriate. This caused stu-
dents to reflect on the structure of their own language and how this aspect of 
their mother tongue might create intercultural misunderstanding.  
Extensive research has been carried out in Mandarin and English lan-
guage pragmatics. Exploration of pragmatics and its associated theories should 
be of interest to intercultural researchers especially if national cultural differ-
ences are deemed to be too general and perhaps, less impactful on intercultural 
exchanges than language proficiency and use [28]. However, one would be mis-
taken if one interprets this statement as an abandonment of the national culture 
model. For instance, the concepts of high and low context cultures relate to the 
concepts of power distance in cultures; and these relationships realize them-
selves in the way users, within the cultures, question or provide feedback up-
wards (to their bosses) or to each other (horizontally to colleagues). This aspect 
of language use has not been extensively studies in either intercultural research 
or pragmatic research and yet knowing how to negotiate with one’s superior in a 
hierarchical culture through language use and other concrete cultural acts, for a 
person from a more horizontal culture is crucial for the person newly arrived 
from the horizontal culture.  
For future research, the author of this research calls for a cross-
disciplinary approach that marries intercultural interaction research with re-
search in pragmatics in language so that the thorny questions of how to negotiate 
cultures of different power distance, or indeed whether cultures of different 
power distances can be successfully negotiated can be discussed. Such line of 
research would increase a cultural participant’s reflection on his/her own culture, 
specifically, with respect to language use.  
This study is limited with the sample of students dominated by first year 
students. However, it proved that the CQS was a suitable instrument to measure 
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intercultural growth. With better sample size for different groups, CQS can be 
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